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cutting downward. As the larger ones had 
been meandering across the broad erosional 
plain—the floor of the Valley—they en- 
trenched their winding courses by this 
downward cutting, thus perpetuating such 
features as the "horseshoe bends" in the two 
branches of Shenandoah River. This latest 
downward cutting is apparently still in pro- 
gress. 
Numerous secondary features of consid- 
erable interest have been developed during 
the more recent cycles of uplift and erosion. 
Low hills and ridges that rise above the gen- 
ral level of the Valley floor are capped by 
more resistant rock which has locally re- 
tarded erosion while the surrounding weak- 
er rocks were worn away. The undulatory 
floor of the Valley is in part due to solution 
by ground water, giving rise to abundant 
sinks and numerous caverns. Natural 
Bridge has been developed by extensive sub- 
terranean erosion along a narrow zone with 
subsequent collapse of the greater part of 
the roof of the underground channel. 
The location of Shenandoah Valley is 
thus due to a definite succession of geologic 
events. The principal groups of events in 
the long panorama have been (1) the de- 
position of a thick mass of sedimentary 
rocks of diverse hardness in the great 
trough that occupied the Valley region; 
(2) the deformation of these rocks into a 
great series of elongate sub-parallel folds 
that were uplifted far above sea level; (3) 
the erosion of those ancestral mountains to 
a widespread plain; (4) the uplift of this 
plain with the consequent excavation of the 
Valley on the weaker rocks, whereas the re- 
sistant rocks have maintained the mountain 
ridges; and (5) recent uplift of this lower 
less extensive Valley-floor plain and its dis- 
section into the present subordinate fea- 
tures. 
Arthur Bevan 
THE HIGH SCHOOL AS A 
PEOPLE'S COLLEGE 
PART THREE WHAT SHOULD THE HIGH 
SCHOOLS TEACH? 
IN two preceding articles of this series 
we have considered the children who 
go to our high schools, and what chil- 
dren should learn at school. The question 
which sets the problem for this article must 
be answered in terms of the other two main 
considerations: children themselves, and 
what they should learn if education is to 
make sense. Children must be taught as 
they are, in terms of their previous learn- 
ing experiences, their present interests, their 
varying abilities to learn; their learning must 
be directed by wise and sympathetic teach- 
ers as interpreter-guides toward the ends 
which people want to work out in the lives 
of the children. Just as surely, the schools 
must teach the things which children should 
do in order to become a desirable next gen- 
eration of citizens. To set up any other 
task for the schools would be foolish, mis- 
directed extravagance. 
In attempting to say what should be 
taught in the high schools we shall not lose 
sight of the basic factors which go to make 
secondary education. In this country it has 
been decided definitely through a long ser- 
ies of developments that high schools are 
popular institutions supported by all the 
people to serve all children of appropriate 
age. Even now, over sixty out of every 
hundred children eligible to attend high 
schools do go for a part of each year, and 
the attendance steadily grows. We also 
know that among these children the ranges 
of ability to learn, as well as life interests 
and character traits, vary as widely as their 
background of home life and family inheri- 
tances. Starting with children who com- 
pose such a cross-section of the popula- 
tion, using their interests and such purposes 
to learn as they are able to draw upon, the 
schools must work out in these young 
Americans the ends which are set as the 
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service of the schools. This is an under- 
taking magnificent in conception and pe- 
culiarly American. It is no exaggeration to 
say that the success of education is indeed 
the success of the democratic ideal. 
In the final analysis there can be no tem- 
porizing nor half-way measures in a matter 
so far-reaching. As education succeeds the 
nation succeeds. The principle applies really 
with greatest force to the states and smaller 
school systems which actively carry on the 
educational enterprise. What children can 
and will do, what they are to become when 
they grow up, will be the democratic way. 
The aims which society sets for the schools 
must be worked out through the learning 
efforts of pupils. Whatever conceptions or 
practices or traditions are opposed to these 
basic considerations of children as they are, 
of aims that must prevail, and of learning 
as functional growth, must give way as fast 
as more efficient thinking, significant pro- 
cedures, convincing results can be attained 
for guidance. In this sense education is 
never static but always in a state of flux 
and rebuilding. Now is a good time to ask 
ourselves again, "What should the high 
schools teach?" 
I. What is Education? 
What is to be taught in the high schools 
can be determined in part by our definition 
of education. There are two general ways 
of looking at education: first, as skill-get- 
ting, information-acquiring, habit-forming 
by going through certain fixed exercises 
that use the race accumulation of cultural 
materials; second, as a series of meaning- 
ful, child-centered experiences in life-like 
situations which extend, enrich, co-ordinate, 
and vitalize the ordinary happenings in the 
normal lives of children. The first view 
holds in effect that education for any child 
is a frontal attack upon a list of skills to be 
learned, upon a static mass of facts and in- 
formation to be acquired, and that out of 
these skills and knowledge, when and if 
acquired, will come a larger life of useful- 
ness, enjoyment, culture, and desirable ways 
of living. This is the conception of educa- 
tion which generally prevails. 
The other view of education holds that 
emphasis is upon the learner—what he does 
and thinks, how he feels about it, and what 
use he makes of his learning. By this view, 
education becomes a process of growth and 
living. Thinking, acting, behaving are more 
important than memorization of words and 
lists of facts or the practice of skills. Ed- 
ucation should consist of training which 
will go on throughout life, following up the 
concentrated period of schooling in the most 
formative years. Indeed, present conditions 
give more years and longer terms than 
formerly to schooling so that growth may 
be more orderly and richer. 
Some one has said in effect that educa- 
tion consists of what is left to one after 
he forgets most of what was learned at 
school . Against such a facetious definition 
we may balance this statement in a leading 
textbook on secondary education: 
Education does not consist of, and cannot be 
measured by, what a boy or girl can do on a 
certain day in June of his or her senior year in 
high school—or at any other particular moment. 
Education consists of his or her will to do, to 
be, and to control. It depends on his or her 
readiness to use the tools and procedures with 
which he or she has practiced in connection with 
school and affiliated educational institutions. For 
if the mind-set and self-confidence are right, the 
individual will go right on learning throughout 
life. . . All that we can judge at high school 
commencement is the value of this promise of 
continued growth throughout life. 
If we look for the most desirable results 
of education in any individual, will they not 
consist of wanting right things, a better 
ability in self-control, an understanding of 
the forces of nature and people, a recogni- 
tion of the values of co-operation to the end 
that he can satisfy these wants? This type 
of education is just the opposite of static. 
It is functional and vital, always a growing 
and a becoming. 
11. What is the High School Curriculum? 
The course of a child's study must be so 
ordered as to result in education for him 
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and to make of him the desired type of adult 
as a mature citizen. In the schools we 
should seek to order the course of children's 
studies so as to use their experiences and 
activities as a means to their education. 
The curriculum for any child consists of 
all his school experiences as they tie up with 
the rest of his living in the same period. A 
high school pupil spends 800 to 900 hours a 
year in school and about five times as many 
other waking hours out of school. To at- 
tempt a separation of the two would seem 
to be the height of foolishness, yet educa- 
tion has traditionally been a matter of tak- 
ing enough time out of life to get school 
training. It is true teachers make a great 
many assignments to occupy children's time 
in the form of home work, but only the 
ambitious, interested, or conscientious pu- 
pils do the assignments up to a standard 
beyond the absolute danger line. The qual- 
ity of performance taken as a whole is 
shockingly low, and many of the pupils do 
not work at the assignments at all. What 
pupils do at school is becoming in increas- 
ing measure all they get. 
The planned curriculum of the schools 
should serve to guide, reinforce, direct 
learning activities, in school and out. The 
curriculum is an instrument, not an end, 
because experiences count and facts may 
not. Conventional learnings are only mar- 
ginal dead wood until they become ways of 
living. Human beings learn what they do. 
What the individual pupil does, how he 
feels about it as he does it and as he finishes 
it, whether he has much success in the do- 
ing, and whether he finds usable what he 
has learned in a way that will serve his 
purposes, what satisfaction and self-ap- 
proval comes into his life out of learning 
that carries into after-school living—these 
factors determine what is the real curricu- 
lum of a given child. 
III. How Does Subject Matter Come In? 
Such a definition of education as that of- 
fered above, or statement of curriculum in 
terms of the learning activities of children, 
seems rather far-fetched when compared 
with what goes on in the average classroom 
of the average high school. American sec- 
ondary schools have always centered upon 
subjects to be mastered as the way to edu- 
cation. 
Until less than a hundred years ago the 
classics, dead foreign languages, and time- 
approved literary selections in English, dom- 
inated secondary schools. They were ac- 
companied by mathematics of the very ab- 
stract and abstruse types and some ancient 
and foreign history. Then modern foreign 
languages, American history, and certain 
sciences slowly took hold and gained ap- 
proval. About fifty years ago the larger 
schools increased offerings to include more 
practical matters of home, industrial, and 
commerical arts. The rural schools have 
steadily increased the offering of home and 
agricultural subjects as a result principally 
of federal support. Some systems added 
music and a variety of other fine arts from 
time to time, but a number of these subjects 
are still regarded by substantial tax-paying 
citizens as in the "fads-and-frills" class. To- 
day the high school offering is a hodge- 
podge of subjects that fit together according 
to no pattern of rhyme or reason in the 
larger schools. Even small schools attempt 
to offer more subjects than can be really 
taught by a few teachers not well-prepared 
for the subjects. 
Now let us face the facts and see where 
this accumulation of subjects has led us in 
secondary education. The total effect is 
certainly subject-matter domination as op- 
posed to any considerations of child-center- 
ed schools. Several items which enter into 
the picture will make this point clear: 
1. There is a nearly complete dependence 
upon textbooks, with their content logically 
organized by their college-professor authors. 
This content becomes actually the course of 
study for the year or semester. There may 
be a teaching syllabus, or some form of 
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outline, but the pupil has the textbook and 
is supposed by all to learn it. 
2. The teachers are subject-matter spec- 
ialists in their own education, who are like- 
ly to see each pupil only as a potential 
scholar or failure in the specialty that is 
taught. They become truly teachers of their 
subjects. The children are supposed to learn 
it, aren't they? If not, why not? So what! 
3. There grows up for each teacher and 
subject a completely mechanized, synthesiz- 
ed system of assignments for home work 
with results already pointed out above. The 
teacher becomes an assignor of work, a reci- 
tation hearer, a tester, and the youngsters 
scramble for themselves, inventing all the 
labor-saving machinery and short-cuts they 
can. When they serve their time they get 
their credit, don't they? 
4. Tests are periodically emphasized, re- 
viewed for, administered with fear and 
trembling by those on the receiving end; 
findings are laboriously arrived at and sol- 
emnly advertised by teachers and pupils; 
and finally the standing of pupils is revised 
according to results, even to changes in the 
time of graduation for certain pupils. 
5. There is an annual scramble among 
pupils to decide upon the lesser of evils in 
making choices of subjects allowed by the 
rules, but usually with no thought as to 
which will contribute most to growth and 
after-school education. Pupils and parents 
are in pretty constant and thorough con- 
fusion, because there is no definite notion 
as to what all the scramble is about, with 
goals not very well visioned nor consistently 
followed. 
6. The result of it all is that in a year 
after a course is finished the pupils have 
forgotten about eighty per cent of what they 
tested to know at the close of the course 
when they threw their books away. At that 
rate of forgetting, life will soon become 
real and earnest—-not cluttered up with 
book learning any at all! Perhaps that is 
the reason that the average high school or 
college graduate gives so little evidence of 
having attended an educational institution! 
The above picture may be overdrawn in 
places, but it is underdone in others. The 
matter of deciding what subjects should be 
offered in high schools is one of the really 
big problems in education. In the very 
small towns and rural schools the problem is 
highly puzzling, so much so that one au- 
thority has pointed it out as one that takes 
on national proportions. Some suggestions 
for sensible solution will be offered in a 
later section of this article. 
Our sense of values of subject matter 
seems to be mixed to the extent that we fol- 
low many patterns built upon many differ- 
ent and opposed philosophies. We think 
of subjects as being immediately useful in 
making a living, as having intrinsic values 
for after-school education, as being prepar- 
atory to some later educational undertaking, 
as contributing to a trained mind, as being 
the way to culture, as contributing to the 
proper use of leisure, or as guaranteeing the 
formation of character traits. We argue 
about specific and general mental disciplines, 
about the "softness" of progressives or the 
"drudgery" of scholarship, about cultural 
as opposed to utilitarian values. But we 
go on teaching subjects and counting credits 
and holding fear of failure or low marks 
over the heads of children as a reason for 
doing their work in prescribed ways and 
up to set standards. 
What are the legitimate values of subjects 
in the work of education? They must con- 
tribute in their outcomes to the skills, know- 
ledges, and attitudes which it is the work of 
the schools to teach, if they are to be justi- 
fied with a place in the scheme of things. 
These criteria are proposed for any given 
subject, all of which require positive an- 
swers : 
1. Does it inspire or challenge adolescent 
children? 
2. Do pupils who take the subject engage 
with enthusiasm in learning and applying 
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the facts and procedures with which the 
subject deals? 
3. Does earnest effort in the subject bring 
success for all who are required, or advised, 
or allowed, to take it? 
4. Does the subject contribute through the 
activities and experiences of pupils to the 
attainment of the aims of education? 
5. Can pupils use their interests and pre- 
vious experiences in learning the subject? 
Do other interests grow out of the subject? 
What we are discussing here is not con- 
cerned with the rationalizing which teachers 
and specialists offer to justify their subjects. 
We are all familiar with the argument that 
improvement of written and oral English 
will certainly come from the study of 
grammar, rhetoric, and literature. But does 
it, as these subjects are usually taught? Not 
quite convincing is the point that worthy 
home membership will be assured by the 
study of dietetics, textiles, and diseases in 
home economics classes. The fact that high 
school graduates rarely read any Latin, or 
French, or Shakespeare, or history, or solve 
any mathematical problems is really what 
counts. Either such matters do not connect 
with life or they set up an attitude of avoid- 
ance. Either count takes away most of the 
justification for teaching them as subject 
matter. 
The changes which take place in the lives 
of the pupils when subjects are studied real- 
ly measure the values of the subjects. The 
superficial notion that subject matter is 
something which teachers will convey to 
pupils, which pupils will learn to recite, and 
which the world will profit from by reason 
of the teacher-pupil performance is about 
ready to give way to the sterner fact that 
pupils really learn only what they exper- 
ience in meaningful ways—that there is no 
large or magic transfer from subject matter 
taught as such to life that deals with human 
relations in specific situations and patterns. 
IV. High School Graduation 
The foregoing statements bring us inevit- 
ably to standards for graduation from high 
school. What requirements should obtain 
for the completion of the work for any 
given pupil? They are a short list and can 
be easily stated: regular attendance, co-op- 
eration with teachers and fellow-pupils, 
good citizenship at school which points to a 
like course in life, faithful application to 
learning activities, success in school work 
up to the level of ability to learn, reasonable 
mastery of fundamental skills really used 
by most people. These are human-worth 
standards. Any person who can meet them 
all will surely become a profitable member 
of society. 
The requirements should not include the 
necessity to take difficult, even so-called 
scholarly, subjects and to measure up to any 
set standard of excellence in them, desirable 
as that may be for a number of other pur- 
poses. The people's colleges should be pop- 
ular institutions, not closed to pupils of even 
low-average ability, and free from even in- 
tellectual snobbery. Entrance to college for 
students who will go should have nothing 
to do with graduation from high school. 
V. College Entrance Requirements 
The "big bad wolf" of the high school 
arrangement of subjects and graduation re- 
quirements is the possibility of entrance to 
a college somewhere, even if most of the 
graduates never get there. In order to dis- 
pense with this difficulty quickly, several 
points may be sharply stated which should 
clear up the matter: 
1. Pupils who expect to go to college 
should study carefully the requirements for 
entrance and meet them by appropriate 
choices of subjects. 
2. Nearly all colleges are more liberal 
than formerly as to entrance. Many institu- 
tions of high standing practically accept a 
high school diploma and the principal's re- 
commendation. Practically any college will 
accept four years of English, with no ques- 
tions as to content. Most will accept any 
four units of social studies offered. 
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3. Not all high school graduates should 
expect to go to college. Only pupils who 
have made scholarly success in high schools 
which predict like success at college should 
be accepted or recommended. 
4. To qualify for college entrance is not 
a proper requisite for high school gradua- 
tion. Clear thinking on this point will help 
both high schools and colleges. 
5. High schools should make a reason- 
able attempt to prepare for college those 
pupils who want to go. The school has no 
moral right to take advantages away from 
most pupils in order to serve a select few. 
The few should make the adjustment, even 
at some extra cost of effort and money. 
VI. The Virginia Curriculum Proposals 
Virginia has made an approach to cur- 
riculum revision for high schools which is 
probably highly significant. It seems to be 
a sincere effort to approach education from 
the viewpoint of children's interests and ex- 
periences through an organization built 
around functions of life and adapted to the 
ages of children. The aims of education 
are stated and used to check against all sug- 
gested content. Probably as wide a range 
of subject matter as occurs in any other 
state course of study is suggested in the 
Virginia proposals, but all of it is put into 
relation with children's interests, the main 
aspects of present living, and the ends which 
adult society wants to see come out of the 
schools. 
Of course, many abstractions and eru- 
ditions do not appear. Textbooks are made 
incidental to learning and properly put in 
their place as references. Skills are empha- 
sized as tools in learning and useful ac- 
complishments for life. Information and 
facts come in for their bearing on problems 
of living which pupils face daily in their 
personal affairs. Always it is expected that 
attitudes and appreciations will develop as 
the final tests of the worth of the schools. 
By all the standards proposed in this article 
the Virginia proposals, so far as they are 
worked out, are as good as any yet brought 
forward. 
The matter of bringing the Virginia plan 
into wider use gives some concern at pres- 
ent. The state authorities have wisely taken 
the position that the materials' are now in 
experimental form and that their use should 
be voluntary, optional with each school sys- 
tem or with the schools in any system. This 
allows schools to undertake the new plan as 
they are able or willing. In this way schools 
tend to classify themselves and their lead- 
ers : some go forward with the new plan in 
fine style; some use modified plans and par- 
ticipate in part; others do lip service by 
merely adopting a new name for old pro- 
cedures in the same subjects as always; still 
others make no pretense but stick doggedly 
to the old line of subjects taught as sub- 
jects. Teachers tend to classify themselves 
in much the same way. Some study the sug- 
gestions, adopt them when they can but 
more often adapt them to their own situa- 
tions ; others do not study, assume that old 
plans are good enough, thus passing up real 
opportunities for growth in their places^ of 
leadership. 
The Virginia state authorities have pro- 
posed an organization of the four-year in- 
structional program so that ten graduation 
units may be granted for work not done as 
separate subjects, but having the time equiv- 
alent of subjects, with six units to be elect- 
ed from strictly subject matter fields. This 
is not so far from the present practice which 
offers any four units of English and any 
four of social studies, with the other eight 
from mathematics, science, and other fields. 
Neither high school graduation nor college 
entrance should be allowed to prevent better 
arrangement of subject matter such as pro- 
■ posed in the Virginia curriculum. Some 
high school principals and teachers are at 
present the greatest obstacles to going 
ahead. Perhaps young teachers who come 
into the service will be ready to bring a 
fresh attack to an old problem. 
It is perhaps fortunate that Virginia does 
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not attempt to go ahead too rapidly with 
new curriculum plans. History recalls that 
Ben Franklin's conception of a vigorous 
new institution which became the American 
academy was formalized to its downfall by 
school people who embraced it as friends. 
VII. Conclusions 
Dr. Thomas Briggs suggests that we need 
an educational Moses to lead us out of the 
wilderness of ideas about curricula and that, 
should one come, he would need all of the 
biblical allotment of forty years on the high 
school job. That may not be so far from 
the truth. Other authorities have estimated 
the "educational lag" at about fifty years. 
What should the high schools teach ? We 
already know in our thinking what the an- 
swer should be: what children have the abil- 
ity to learn; what they will learn, being such 
children as they are and living when they 
live; what they should learn in order to be 
what they ought to be. We are just as sure 
that the answer will not call surely for any 
fixed subject matter that has no better au- 
thority for use than the traditions of the 
past or the rationalizings of teachers whose 
job it is to teach it. 
We should take the steps which will lead 
gradually to making children the center of 
learning situations, even in high schools. 
We should proceed as fast as we can get 
workable plans and teachers who are in- 




THE INTERESTS of the child and 
of the profession," it is stated in 
the platform of the National Educa- 
tion Association, "require teachers who are 
protected by effective tenure laws from dis- 
charge for political, religious, personal, or 
other unjust reasons." For more than twen- 
ty-five years, therefore, the Association has 
been encouraging the various states to estab- 
lish tenure laws. Not tenure laws which 
will afford special privileges to the teacher 
who is incompetent or guilty of improper 
conduct, but tenure laws that will safeguard 
the efficient teacher in his efforts to serve 
the nation loyally and courageously—this is 
the objective. 
Tenure Protects Children 
A good tenure law protects children 
against incompetent teachers and promotes 
efficiency among competent teachers by 
safeguarding them in their efforts to serve 
loyally and courageously the children and 
the nation. 
Tenure Protects-Competent Teachers 
Tenure promotes efficiency by encourag- 
ing competent, public-spirited teachers to re- 
main in the schools. It safeguards their 
rights and gives them the security of po- 
sition to which professional workers en- 
gaged in public service are entitled. A mod- 
ern tenure law provides that teachers of 
proven ability who are serving satisfactorily 
may be dismissed only for unprofessional 
conduct, incompetence, immorality, insub- 
ordination or neglect of duty. 
Tenure Eliminates Incompetent Teachers 
A good tenure law protects the children 
against incompetent teachers by prescribing 
a legal and professional procedure for the 
elimination of unfit teachers. It provides 
that any teacher recommended for dismissal 
shall receive a written statement of the 
reasons for the recommendation and a fair 
hearing. 
Tenure Increases Efficiency 
Tenure promotes efficiency by relieving 
teachers from the nervousness and anxiety 
which are inevitable where the practice of 
annual election prevails. Uncertainty of re- 
appointment acts as a drain on the nervous 
energy of teachers and renders them in- 
capable of doing their best work with child- 
ren. 
Tenure Makes Teaching Attractive 
Tenure promotes efficiency by making 
teaching more attractive. If we are to have 
as teachers for our children the superior 
men and women whom we desire, we must 
guarantee them a reasonable degree of se- 
